In order to study the mutual shaping of action and institutional setting there is a need for a method of analysing data which provides a window on the contingent and sequential emergence of new ways of thinking and speaking in specific institutional contexts. This paper addresses this challenge through a consideration of the developments that were made in a four year study of professional learning in settings which were subject to ne legal requirements for multi-agency working in Children's Services in
A. Introduction
This paper has two aims. Firstly to outline the methodology that was deployed in the course of a study of the emergence of new forms of professional learning in rapidly changing workplaces and secondly to discuss the method of data analysis that was developed in the course of this study. I will present an account of an approach to the analysis of data collected over an extended period of time as professionals, who provide services for children, participated in a series of workshops in which they discuss data which mirrors their professional action and try to bring about change in their own institutional settings which themselves have been subject to radical change. The data trace the emergence of new ideas which were formed as tools with which individuals and groups may act to change their professional work practices as the demands of such work change.
In order to establish the context in which these data were gathered and analysed I will summarise a recent report of an investigation of the relationship between human functioning and the social relations of institutional settings (Daniels, 2010) One of the project aims was to investigate the mutual shaping of human action and institutional settings. In order to fulfil this aim the project required theoretical tools which would generate a methodology (design) and methods that facilitated the examination reciprocal transformation of institutional structure and individual agency.
In Daniels (2010) an account of institutional structures as cultural historical products (artefacts) which play a part in the implicit (Werstch, 2007) or invisible (Bernstein, 2000) mediation of human functioning and which are in turn transformed through human action was developed. Invisible semiotic mediation is concerned with the ways in which unself-conscious everyday discourse mediates mental dispositions, tendencies to respond to situations in certain ways and how it puts in place beliefs about the world one lives in, including both about phenomena that are supposedly in nature and those which are said to be in our culture (Hasan, 2002) . Invisible semiotic mediation occurs in discourse embedded in everyday ordinary activities of a social subject's life. It is not just a matter of the structuring of interactions between the participants and other cultural tools; rather it is that the institutional structures themselves are cultural products which serve as mediators. When we talk in institutions history enters the flow of communication through the invisible or implicit mediation of the institutional structures (Makitalo and Saljo, 2002) . In the context of the research reported here we were interested in the meditational effects of different modalities of organisational structure in Children's Services on the actions of professionals in those services. Conversely, we were also interested in the ways in which these same professionals learned to act in new ways and in so doing brought about change in the institutions in which they worked. This research focus demands an appropriate theoretical stance on the challenge of macro-micro relations whichcan gain access to data on the processes of invisible semiotic mediation which are in play in rapidly changing workplaces. .
Post Vygotskian theory, which attempts to account for the social formation of mind mediated by artefacts, understood as cultural historical products, and Bernsteinian sociological theory (e.g. Bernstein, 2000) which seeks to forge analytical linkages between structure, communication and consciousness were both deployed (see Daniels, 2010 for details) . Both approaches attempt to theorize and provide methodological tools for investigating the processes by which social, cultural, and historical factors shape human functioning. Neither account resorts to determinism in that they both acknowledge that in the course of their own development human beings also actively shape the very forces that are active in shaping them. This mediational model which entails the mutual influence of individual and supraindividual factors lies at the heart of many attempts to develop our understanding of the possibilities for interventions in processes of human learning and development.The theoretical move attempted in the work reported here was to show how Bernstein (2000) provides a language of description which allows Vygotsky's (1987) account of social formation of mind to be extended and enhanced through an understanding of the sociological processes which form specific modalities of pedagogic practice and their specialized scientific concepts. The two approaches engage with a common theme namely the social shaping of consciousness, from different perspectives and yet as Bernstein (1993) acknowledges both develop many of their core assumptions from the work of Marx and the French school of early twentieth century sociology. As I have noted elsewhere much of the sociocultural and its near neighbour, Activity Theory, research that claims a Vygotskian root fails to fully articulate an appropriate theory of social structure and an account of how it directs and deflects the attention of the individuals it constrains and enables (Daniels, ,2001 ).
Vygotsky was concerned to study human functioning as it developed rather than considering functions that had developed. The essence of his 'dual stimulation' method is that subjects are placed in a situation in which a problem is identified and they are also provided with tools with which to solve the problem or means by which they can construct tools to solve the problem., When applied to the study of professional learning, it directs attention to the ways in which professionals solve problems with the aid of tools that may be in circulation in their workplace or may be provided by interventionist researchers.
We studied professional learning in workshops which were broadly derived from the 'Change Laboratory' intervention sessions, developed by Engeström and his colleagues in Helsinki on the basis of their work in the development of Cultural Historical Activity Theory (CHAT) (Engeström, 2007) , which incorporates a Vygotskian dual stimulation method. They seek to analyse the development of consciousness within practical social activity settings. Their emphasis is on the psychological impacts of organised activity and the social conditions and systems which are produced in and through such activity.
CHAT helped us explore the interrelated changes over time of the subject (the practitioners), the tools, material and conceptual, which they used, their conception of
the object (what they were working on and trying to change), the division of labour (roles and power relations), the rules (procedures and protocols) and the community (all the people involved).
Engeström (1999) sees joint activity or practice as the unit of analysis for activity theory, not individual activity. He is interested in the process of social transformation and includes the structure of the social world in analysis, taking into account the conflictual nature of social practice. He sees instability, (internal tensions) and contradiction as the 'motive force of change and development' (Engeström 1999 p.9) and the transitions and reorganisations within and between activity systems as part of evolution; it is not only the subject, but the environment, that is modified through mediated activity. He views the 'reflective appropriation of advanced models and tools' as 'ways out of internal contradictions' that result in new activity systems (Cole and Engeström 1993) sessions that provided the main data source for our examination of conceptual change.
DWR is used to help practitioners reveal understandings that are embedded in their accounts of their practices and the systemic tensions and contradictions they encountered when developing new ways of working. In DWR, 'second series stimuli'
are used with the participants to achieve this. In DWR sessions these stimuli are the conceptual tools of activity theory. The research team shared these conceptual tools with the practitioners to enable them to analyse and make sense of their everyday practices, the things that they were working on and trying to change during those practices and the organisational features that shaped them. In the sessions, evidence of the practices of the participants, gathered in previous interviews, workshops or compiled with practitioners as case study examples, was presented by the facilitators. As they worked on the evidence using activity theory, practitioners revealed the conceptual tools they were using as they engaged in or hoped to develop their work. This methodology enabled the research team to see what practitioners were learning in order to undertake inter-professional collaborations, and what adjustments they were making to existing practices and their own positions as professionals within those practices.
In our work we also drew on a model of cultural transmission in order to nuance the micro -macro relation within the CHAT based approach. The British sociologist, Basil Bernstein (1993) argued that the enrichment of Vygotskian theory calls for the development of languages of description which will facilitate a multi-level understanding of discourse, the varieties of its practice and contexts of its realization and production. Bernstein's (2000) general model is one that is designed to relate macro-institutional forms to micro-interactional levels and the underlying rules of communicative competence. This is something that CHAT struggles to achieve.
Bernstein focuses upon two levels; a structural level and an interactional level. The structural level is analyzed in terms of the social division of labour it creates (e.g. the degree of specialisation, and thus strength of boundary between professional groupings) and the interactional with the form of social relation it creates (e.g. the degree of control that a manager may exert over a team members' work plan). The social division is analyzed in terms of strength of the boundary of its divisions, that is, with respect to the degree of specialization (e.g. how strong is the boundary between professions such as teaching and social work). Thus the key concept at the structural level is the concept of boundary, and structures are distinguished in terms of their relations between categories. The interactional level emerges as the regulation of the transmission/acquisition relation between teacher and taught (or the manager and the managed), that is, the interactional level comes to refer to the pedagogic context and the social relations of the workplace or classroom or its equivalent. Bernstein's work has not placed particular emphasis on the study of change (see Bernstein 2000) and thus, as it stands, has not been applied to the study of the cultural historical formation of specific forms of activity.
A. The Interventionist Methodology
In each of three local authorities our research interventions were organised around a sequence of six workshops involving operational staff and operational managers working in different areas of children's services. The workshops enabled the LIW research team to examine practitioners' 'everyday' interpretations of the professional learning emerging in the shift towards multiagency working and the organisational conditions that support such learning. Using activity theory as a shared analytical framework, the workshops were designed to support reflective systemic analysis by confronting 'everyday' understandings with critical analysis of the ways in which current working practices/ activities either enabled or constrained the development of innovative multiagency working.
In each workshop analyses of professional learning in and for multiagency working were developed collaboratively between the research team and children's services professionals. These focused upon: In this way critical incidents and examples from the ethnographic material were brought into workshop sessions to stimulate analysis and negotiation between the participants. The crucial element in a Vygotskian dual stimulation event is the cooccurrence of both the problem and tools with which to engage with that problem.
A Bernsteinian analysis revealed the boundaries where communicative action in each site was most engaged and how that action was regulated. In a situation where boundary crossing was required in the general drive for 'joined up' approaches we inferred that the weakest boundaries would be those that were most likely to be crossed and transformed. Analysis revealed how a focus on institutional boundaries and relations of control provided important tools for the understanding the shaping of transformative learning in specific settings.
This approach gives some insight into the shaping effect of institutions as well the ways in which they are transformed through the agency of participants. We modelled the structural relations of power and control in institutional settings, theorised as cultural historical artefacts, which invisibly or implicitly mediate the relations of participants in practices in which communicative action takes place. The Bernsteinian analysis was indicative of the points at which change was most likely to take place in specific institutional modalities as pressure for change was invoked from outside those settings.
A. Methods of Data Analysis
There were two approaches to the analysis of data. Firstly a top down selective 'structural' analysis, using CHAT and cognate concepts to provide mirror data that would stimulate discussion of past, present and future work in the dual stimulation scenarios that constituted the workshops.
The second challenge was to develop an approach to the analysis of the audio visual recordings of the six two hour workshops that took place at each of three sites over one year with the practitioners who were working in multi-professional settings or were moving towards inter-professional work. The data were collected by three teams of researchers from 3 English Universities.
The rest of this paper will consist of a discussion 2 of the analysis of:
 Communicative accomplishment in the facilitation of the workshops:
 Accomplishment and organisation of participant contributions and emergent engagement  The emergence of what it is to learn as an analytic object across the workshops The general analytic frame involves a shift from the 'given' to the 'to-be-established'.
B. Communicative accomplishment in the facilitation of the workshops:
This section shows how there were moments of translation in which devices of recapping, reformulation and re-footing were deployed by workshop facilitators
While it might appear self evident that the practical organization of the workshops would have to be explained to participants, some representation of how this was accomplished is of interest. The workshops developed their own patterns and rhythms at each site. The workshops were introduced both in terms of the ground rules of participation and the continuing representation of the evolving content of the workshops at each site. Each workshop had extensive introductions setting out both the terms of reference and the selected aims for each session.
One device that was consistently used one of workshops by the facilitator was the 'pursuit of clarification'.. These examples pick up on participant terms of reference and issues.
This approach to clarification tended to preceed clarification in terms of CHAT issues.
The use of CHAT terms of reference (e.g. rules, contradiction, tools, object, division of labour and community) were introduced gradually into the discussions and there was a gradual move back and forth between these terms and 'everyday' forms of reference.
Workshop 3 Workshop 5 So starting from the, the child. We touch on it at the meeting (workshop) where XX was here I think about how much the rhetoric of the child deciding who the invite letter goes to is actually happening, or whether all the other procedures take precedence -there's another area for development there.
Such recapping is part of the building of the discursive context in terms of issues continuity across the sessions. This is very similar to the sorts of analysis that can be done on classroom lessons across time (Edwards and Mercer, 1989 This example is interesting because if such a reformulation is not challenged in subsequent terms it becomes part of the default continuity of the sessions; a resource that can be referred to or taken as given.
In the workshops the facilitator can provide a basis for changing who should currently be given the floor. The 'footing' (Goffman, 1979) A defining property of participation in the one of the series of workshops was the capacity of participants to engage in local systemic analysis. The following exemplifies this in terms of benefits of boundary crossing. A. So there it's for me they're all like major bonuses that assist our system working more effectively. We've got along way to go but they have assisted.
Emergent participation was also configured in terms of the use of CHAT to address systemic analysis of practice. There was evidence of increasing use of CHAT concepts in attendees, but not dense usage
Use of Rules in Workshop 3 by an Educational Psychologist ---Well I think it's a systemic level, um you know I think we all to some extent rule bend on occasions. And part of, you know for myself now that I've been and EP for two years I'm beginning to see a little bit more now where it's okay to bend the rules and where it's less okay. But, and that's on an individual level. But I think at a systemic level where there's a lot of that happening we should be learning lessons from it and say, well we need to redefine the rules never mind about rule bend, you know we need to look at-so for example I think you know, we've raised the issues of um this, you know planning meetings and schools often not prioritising or sometimes not prioritising children who as an authority, share purpose including the children in public care we feel should be being prioritised. So therefore we may need to redefine our rules around how we allocate EP time. And as we've said before there's a pot of if there was a pot of time that we could allocate to almost rule bending the pot of time. But then the constraints that we're working in that are national constraints that it's difficult to recruit EPs. So then it's about prioritising our rules in a sense.
B. The emergence of what it is to learn as an analytic object across the workshops
In order to identify evidence trails of professional learning in multi-agency settings in this multi-site and multi-centred study over time a 'bottom-up' comprehensive analysis of audio-visual recordings of workshops was needed. David Middleton proposed an approach to analysis which focussed on the forms of social action that are accomplished in talk and text and the sorts of communicative devices that are used (Middleton et al, 2008) . This was termed the 'D-analysis'. It was designed to focus the analytic attention of the research team on emergent distinctions that were argued by participants. This involved the examination of the shift from the 'given' to the 'to-be-established'. 'What-it-is-to-do' or 'to learn' was not assumed to be an analytic 'a priori' (Middleton, 2004) . Rather such issues are approached as participants' concerns or 'members categories' (Sacks, 1992; Edwards and Stokoe, 2004 (Potter and Wetherell, 1987; Edwards and Potter; Edwards. 1992) . We emphasised that addressing such issues required a focus on the sequential and contingent organisation of session communicative action. That is, how people's contributions to the sessions are contingently related to each other in terms of the sequential organisation of their talk (Middleton et al, 2008) .
Its cyclical application enabled: reading, reviewing, interrogating, collating and comparing all the audio-visual evidence from the intervention sessions in order to identify the emergent strands of learning and proposals for change. The approach was developed as a means of identifying strands of communicative action which witnessed the sequential and contingent development of concepts over the course of the year in which the 6 workshops were organized at each site. In drawing analytical attention to the significance of claims to experience we were also able to highlight the temporal organisation of communicative action. We also used forms of discursive analysis to trace the emergence of what can be taken as the collective and distributed knowledge of people who are charged with the task of working together.
We aimed to track the emergence practical epistemologies (c.f. Wickman and Ostman, 2002) that come and need to be taken-as-given in order to take account of hitherto unaddressed gaps in the realisation of multi-agency practice. Such gaps were identified and worked on through participation in the DWR sessions at each research site.
In the first instance we approached the data with what could be termed a minimal operationalisation of what-it-is-to-learn from a participant's perspective. We examined the data for ways participants signalled some forms of awareness that theirs or others knowledge state is at issue. . Such 'noticing's' provide the resource that engages the participants in their definition, delineation, deliberation of the nature of the practices that make up their multi-disciplinary work. In the data we could identify many such strands of noting and noticing such distinctions that make the difference.
Indeed this sort of analysis provided us with a basis for defining a protocol for guiding interrogation and analysis of the data in terms of the sequential organisation of such strands. The analysis was therefore initially guided in terms of the following protocol:
Deixis: -identify when there is some nomination or 'pointing' to a particular issue in terms of drawing attention to a distinction that is then worked up to make a difference in subsequent turns. Sequences of communicative action were analysed in the transcripts of the workshops and the development of these sequences were collated in strands which stretched across the series of workshops. Related sequences were identified and these were grouped into strands of talk that wove their way through the progress of the each series of workshops. These strands are given in Table 1 . 
A. Conclusion
The data suggested that while relationships between their organisations were reconfigured around them, practitioners remained focused on what they saw as the needs of children and adjusted their ways of working. In many ways their practices raced ahead of both local and national strategies as the practitioners worked creatively for children in shifting systems. Our research suggests that in some instances professional practices have moved to co-configuration with an attempt to adapt practices to respond to the changing needs of clients and to involve clients in co-designing the services they receive. We also identified the challenges to the learning that was needed to move to this new way of working. These challenges arise from contradictions in working practices when different professionals Enhanced forms of professional practice arose from questioning how values-driven practices might be reconfigured in relation to other professionals.
 Taking a pedagogic stance at work. Participants described mediating professional knowledge across boundaries in response to: contradictions between practitioner priorities and client demands (e.g. from a school or parent); needing to communicate across boundaries between professions; the need to enable operational staff to communicate the implications of emergent practices with strategists. 
